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Abstract 

With the performance of students, teachers, and schools defining success under 
current standards-based accountabihty policies (e.g. Chicago Public Schools 
(Note 1); No Child Left Behind Act, (United States Department of Education, 
2002)), school districts are implementing various forms of intervention programs 
as a means to improve student performance. By examining a pilot summer 
school program that is transitioning from a low-stakes' to a 'high-stakes' 
intervention program, this article examines the possibilities that exist for students 
to author themselves as learners, and it guestions whether opportunities for 
students to identify themselves as successful learners are lost when an 
intervention program, such as summer school, becomes mandatory. The 
imphcations of this analysis highlight guestions and concerns that policymakers 
and school personnel need to address when formulating high-stakes standards- 
based accountabihty pohcies and intervention programs. 


Under the current standards-based accountabihty reforms (e.g. Chicago Public Schools 
promotion reguirements; N o Child Left Behind A d), a student's failure to perform at the expected 
grade level criterion results in a series of possible negative conseguences, e.g. retention, or 
contributing to a school being identified as faihng. Local school districts implement intervention 
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programs, such as summer school, to improve student performance and prevent further negative 
consequences for the child and the school from occurring. 

Multiple studies examine the effectiveness of summer school in improving student 
performance— or what some term preventing summer loss (Cooper, Charlton, Valentine, & 
Muhlenbruck, 2000; Alexander, Entwisle, & Olson, 2001). For example. Cooper et al. (2000), 
through a meta-analytic and narrative review of 93 evaluations of summer school, found that 
summer school programs focused that on lessening or removing learning deficiencies have a positive 
impact on the knowledge and skills of participants (p. 89). Remedial summer programs have larger 
positive effects when the program is run for a small number of schools or classes in a small 
community. Additionally, summer programs that provide small group or individual instruction 
produce the largest impact on student outcomes (Cooper et al. 2000, p. 92). 

Other studies examine the use of summer school as an intervention to avoid retention (Note 
2). For example, Roderick, Biyk, Jacob, Easton, and Allensworth (1999), Roderick, Nagaoka, 
Bacon, and Eaton (2000), AUensworth (2004), and Nagaoka and Roderick (2004) explore the 
promotion policies within the Chicago Pubhc School System's standards-based accountability 
reforms. Students in grades 3, 6, and 8 who fail to meet test score requirements on the Iowa T est of 
Basic Skills (ITBS) may attend summer school and re- take the test at the end of the session to avoid 
retention. Roderick et al. (2000) and Nagaoka and Roderick (2004) found that student performance 
in grades 3, 6, and 8 on the ITBS (Note 3) increased since the inception of the city's high-stakes 
policies. However, Roderick et al. (2000) state that the improvement in 3"^ grade test scores may be 
due to the retention of students in the earher grades. For example, in 1999, Chicago public schools 
retained 6.6% of 1^ graders, 4.1% of 2"'^ graders, and 1.5% of kindergarteners; all of these are 
significant increases from previous school years (Roderick et al., 2000). Retained students still 
struggle with the promotion pohcy after repeating their respective grade (Roderick et al., 2000; 
N agaoka & Roderick, 2004) (N ote 4). Roderick et al. (2000) conclude that these pohcies are keeping 
students on track through demonstrating increased test scores for students prior to (e.g., 63% of 6* 
graders passing) and after (e.g., 83% of 6* graders passing) the promotion pohcies took effect. Y et, 
these authors have found that retained students are doing no better than those sociahy promoted, 
and students retained two years in a row are progressing at a slower pace (Roderick et al., 2000; 
Nagaoka & Roderick, 2004) (Note 5). 

Within the analysis of the effects of intervention programs little discussion exists as to what 
effects such programs have on student identity. How does being identified as a failing student by a 
set of state or district mandated criterion affect one's self-construction as a learner. Are 
opportunities for students to identify themselves as successful learners lost when an intervention 
program, such as summer school, becomes mandatoiy? Such questions typically do not take on a 
role of prominence within the standards-based accountabihty movement. The emphasis on students 
within accountability pohcies resides in the student's abihty to perform, demonstrating whether or 
not that student exemplifies the skihs necessary to succeed within the system. 

By examining a pilot summer school program that was in the process of transitioning from a 
'low-stakes' to a 'high-stakes' intervention program, I explore the possibihties that exist for students 
to author themselves as learners. Consequently, the implications of this analysis highhght questions 
and concerns that policymakers and school personnel must address when formulating high-stakes 
standards-based accountabihty pohcies and intervention programs. 
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The Context 

This study took place in a mid-size city in the Midwestern United States in the summer of 
2002. The District developed this summer intervention program in response to a state-based statute 
titled N 0 Sodal Promotion for grades 4 and 8 (Note 6). Thisstatute called for local school districts to 
develop a set of promotional criteria based on student performance on the state's standardized tests 
at grades 4 and 8, a student's report card, and teacher recommendations. The District developed a 
policy that determines the promotion of a student to the fifth or ninth grade to be based on a set of 
District- developed hierarchical criteria (Note 7). The District's first criterion is for the student to 
attain a minimum grade in language arts, math, science, and social studies. Failure to do so requires 
the student to attain a proficiency score of basic in that subject area on a state-based standardized 
test (Note 8). Failure to achieve that score(s) provides the student with the option to be retained or 
to attend a summer program. Thus, the student must pass the summer program in order to be 
promoted. Student failure of the program results in grade retention. This pohcy went into effect 
during the 2002-2003 school year. 

The D istrict piloted this observed voluntary summer program in order to prepare itself for 
the pohcy's implementation. Only students from the District's Title 1 schools were eh^le to attend 
the program. The primary reason for this requirement is that Title 1 funding covered part of the 
cost of the program. The criteria used to recommend students for the summer program was based 
on a student's performance in math and language arts. The criteria (Note 9) for identification of 4* 
grade students eligible to attend the mathematics program required a student to meet two of the 
three following criteria, and that there is an expectation that the student's attendance during summer 
school will be good. 


Mathematics Criteria 

1) The student's 3"^ quarter 4* grade report card identifies the student as either emerging or 
progressing in number and operations. 

2) The student's 3'^ quarter 4* grade report card identifies the student as either emerging or 
progressing in algebraic reasoning. 

3) The student is in the bottom 25% of his/her class in mathematics procedural and 
conceptual knowledge. 

The criteria for identification of 4* grade students eligible to attend the language arts program 
required a student to meet two of the three follovring criteria and that there is an expectation that 
the student's attendance during summer school vrill be good. 

Language Arts Criteria 

1 ) The student's 3"^ grade state based reading test score was a minimal or basic. 

2) The student's current Basic Reading Inventory Level was grade 5 or less. 

3) The student's 3"^ quarter 4* grade report card identifies the student as either emerging or 
progressing in comprehends a variety of texts. 

4) The student's 3"^ quarter 4* grade report card identifies the student as either emerging or 
progressing in apphes six traits of writing. 


Once the teachers identified those students who met the above mathematics and/ or language arts 
criteria, the school principal sent a letter home inviting the student to attend the program. (See 



Brown: Staking out the successful student 


4 


Appendix 1 for a copy of the form letter.) The letter introduces the program to families as a 
voluntaiy opportunity for their child to improve her academic skills. 

The District designed the summer program so that the students will take two course sections 
each day. Math and language arts were offered for the fourth grade summer school program. Site 
selection for this program took place at schools within the District that offered enrichment courses. 
Enrichment courses lasted for three weeks for any student in the District grades three through five. 
(Students who were not enrolled in the summer school program had to pay a fee and have their own 
transportation to take these enrichment courses.) The District divided enrichment school sites by 
location so that there were enrichment and summer school programs on the North side and on the 
South side. The program lasted for 29 days. In order to serve more students in the enrichment 
programs, the District conducted enrichment and summer programs at one school for three weeks 
on the North or South side and then moved to another school on the North or South side for the 
remaining three weeks. One of the reasons the summer school program located itself in the same 
buildings as the enrichment program was to offer students who only needed assistance in math, 
(which was the first class of the summer school program) to take the math class first and then an 
enrichment class during the second section of the day. If a student needed assistance in language 
arts only, she would take an enrichment class first and then the language arts class second. 
However, almost all the students' 4* grade teachers recommended that they enroll in both classes. 
In addition, different teachers taught the math classes and the language art classes. Finally, by using 
Title 1 monies to fund the summer school program, the District offered free transportation and a 
free breakfast to all participants. 

Authoring One's Self as a Learner 

Standards-based accountability reforms identify the students in regards to their level of 
performance in relation to a stated criterion or standard. Absent from this type of identification are 
the families', peers', or the students' own construction of themselves as a learners. When students 
enter an intervention program, how do these multiple constructions of themselves as learners affect 
their ability to identify themselves as students? For this article, Bakhtinian theory is used as a means 
to theorize the affects of the summer school program and the various stakeholders' images of that 
student on her self-construction. Bakhtinian theory provides a lens to tease apart the complex 
dialogues that exists within education and educational policy. Such a deconstruction provides an 
opportunity to identify the influence of these dialogic interactions on the student's self-authoring 
process. 

According to Mikhail Bakhtin (1984; 1986), constructing one's self in the dialogic process is 
exemplified through the concept of authoring. Authoring, as understood through the dialogic 
relationship, is framed through the idea of the individual, the author, existing in constant 
relationship between other individuals and discourses (Bakhtin, 1986, p. 95). For Bakhtin, 
discourses are social phenomena that cover the entire range "from the sound image to the furthest 
reaches of abstract meaning (Bakhtin, 1981, p. 259). For example, the summer school student 
operates in dialogic relationships with her teachers, her classmates, the discourses of schooling, peer 
groups, pop culture, etc. 

In view of Bakhtin's framing of the dialogic relationship, the summer school student 
addresses and answers herself, her teacher, and her classmates (Bahtin, 1984; 1990; 1993). This 
fluid movement between multiple dialogic relationships creates a situation where the student's self- 
identification (Note 10) shifts depending on the individual she addresses or answers. For example, 
the student might ventriloquate (Bakhtin, 1981; Holquist, 1990; Wertsch, 1991) the school's 
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authoritative discourses by simply mimicking the words of her teacher or the curriculum. 
Additionally, the student might decide to take on the role the teacher verbally assigns her and wear it 
(Note 11) throughout the day in order to avoid drawing unwanted attention. The student might 
adopt this "clothing of language" as her own and decide that these "clothes" are what she will wear 
while she is in school, possibly at home, or even around her friends (Bakhtin, 1984, p. 291). These 
acts of ventiloguating and wearing another's words represent the interaction of many authors and 
many histories on the student's identity. 

Furthermore, for Bakhtin, a student is in a constant state of construction in shaping who she 
is. A student's authoring of herself and the world around her is not the creation of a completed self- 
image. Rather, she is constantly changing her identity and the world around her through the various 
dialogic interactions that take place throughout the day and her life. Additionally, the people, 
objects, artifacts, etc that she interacts with on a daily basis have a history of their own that were 
shaped through their own dialogic relationships. Thus, the student's authorial process is in constant 
formation aid reflects her various dialogic interactions with individuals and discourses (Bakhtin, 
1986; 1993). 

This article explores the generative constructs of these dialogic relationships and the density 
of discourses that influence the summer school student's self-authoring. Through this exploration, 
it is argued that the administrators', the teachers', the parents', and the students' framing of the 
summer program fostered multiple dialogic interactions that are not a part of the typical school year. 
These interactions allowed the students an opportunity to develop their selves in a supportive 
environment, which in turn lead to a positive self-image for many of these students. 

Methods 

This project developed out of a study that examined the effects of summer school on a 
student's identity as learner and a peer. Multiple forms of data collection were used throughout the 
project. Students were surveyed (Note 12) when entering (n=42) and exiting (n=30) the program 
(Note 13). In addition, parents were surveyed at the end of the program (n=ll). Observations took 
place primarily in a Language Arts program (19 two-hour observations) at the South side location. 
Observations were conducted in the math program (8 two-hour observations) in order to identify 
patterns in my data and to contrast the students' experiences in different classroom settings. Field 
notes were generated after each visit in order to use in the analysis process. Additionally, two focal 
students were followed throughout the program, Steven, a bi-racial student diagnosed with 
Attention Deficit Disorder in kindergarten, and Teri, a Caucasian student who missed two months 
of school due to illnesses related to her tonsils, which were removed during the school year. Both 
students participated in the language arts program and the math program. Students were 
interviewed at the beginning and the end of the program. One of the two focal students' parents 
was interviewed. Pre- and post interviews were given to the students' two language arts teachers, 
Ms. Collins (a Caucasian female in early 30s who has taught elementaiy school for five years) and 
Ms. Hoff (a mid- twenties Caucasian female teacher who has one year of teaching experience as a 
substitute) who team taught the Language Arts class for all the students, and Ms. Klein (a Caucasian 
middle-aged woman who has taught for 15-1- years.), a third of the students' math teacher, including 
the two focal students (Note 14). 

Insights pertaining to the effects of this summer program on the authoring of the summer 
school student are drawn from the previously listed data sources. To provide additional support for 
these observations, direct guotes are included from the interviews and excerpts from program 
artifacts (such as the form letter from principals to parents) throughout the remainder of this article. 
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This analysis followed traditional qualitative inquiry (Wolcott, 1994; Strauss, 1996; Graue & 
Walsh, 1998). Field notes and interview transcripts were read and reread in order to identify relevant 
themes in the data, which were then coded usinq both external and internal codes (G raue & Walsh, 
1998). External codes are codes that come out of my theoretical and conceptual perspectives about 
this research project (Graue & Walsh, 1998, p. 163). Internal codes are codes that develop through 
my reading of the data (Graue & Walsh, 1998, p. 163). For example, an external code was the 
teachers' constructions of the students. An internal code was the students' identifying themselves as 
successful learners. From these oodes, the theme of providing the students with a chance to feel 
successful as learners was estabhshed. These themes derive themselves from the relevant data, and 
they were read against the text in search for contradictory evidence (Wolcott, 1994; Strauss, 1996; 
Graue & Walsh, 1998). From the memos developed in the analysis, narratives were written to 
describe the emerging themes (Graue & Walsh, 1998). Finally, these narratives were analyzed 
against Bakhtin's theoretical constructs of authoring and dialogic relationships in order to 
deconstruct the complexity of the dialogic processes that frame the student's ability to construct 
one's self as a learner. 


Results 


Opportunity 

From the beginning, the intentions of this summer program were to provide the students 
with an opportunity to enhance their learning skills, e.g. the form letter from principals to parents. 
Because retaining students was not an issue, the majority of stakeholders (the administrators, 
teachers, parents, and students) did not express concern or anxiety as to what would happen over 
the course of the summer. For example, the three teachers interviewed for this study saw the 
summer program as an opportunity for the students to gain more confidence and to maintain, if not 
improve, their academic skills. Below, Ms. Klein's statement exemplifies this relaxed attitude that 
the three interviewed teachers had at the beginning of the summer school program. She saw this 
program as a time for students to build confidence and to foster more participation in the classroom 
discourse. 

What my image of summer school is is that it's a more relaxed atmosphere. 

The pace is a little slower. W e're all feeling a little less pressured to 
accomplish something that. . . I don't feel like I have to . . . I don't have to 
finish this unit by this time and have an assessment because the report 
card is coming or something hke that. . . And I think that's real freeing 
for a lot of these kids, especially from these kids who my assumption, 
and the ones I know. . . They weren't big participants in their school year 
math class, for example. So I think they can feel more comfortable and 
confident about participating than they would ordinarily. So I think it's a 
pretty good match. (Ms. Klein, initial interview) 

Ms. Klein identifies this program as an opportunity for both the teacher and the student to bmld 
confidence and to enjoy participating in the school experience. She and the other interviewed 
teachers frame the students within a relaxed atmosphere rather than under the auspices of salvation 
(Popkewitz, 1998) or failure. 
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The recruiting letter for language arts teachers mirrors this idea of support for students. It 

states: 


[D istrict's name] will pilot [program's name in bold face type] for rising 
5* graders from schools eligible for Title 1 programming who need additional 
and intensive instruction in reading and math to meet anticipated criteria for 
promotion and to be successful at the next level. (Februaiy 15, 2002) 

This document frames the students that the teachers would work with as needing support as they 
progress into the 5“^ grade. The primaiy goal was to assist the students in becoming proficient at the 
next grade level. 

Additionally, all three teachers interviewed at this program felt less pressure to perform or to 
meet curricular deadhnes. Rather than state that these students had to meet specific goals by a 
certain time, as demanded by a high- stakes intervention program, these teachers saw this 
intervention as a chance for these students to improve their academic and social skills at a pace that 
was not frustrating for the students. For instance, Ms. Hoffs comments reflect this concern in 
building the students' skills. 

Interviewer: What is the purpose behind this program? 

Ms. Hoff: I think to help these students... increase their reading ability. I'm sort 
of getting a sense that these are kids who would either not passing into the 
5* grade or were really strugghng in 5* grade if they didn't have this 
summer class. So they really need to... improve, I think, upon their skills 
they had coming into the reading, so they leave with perhaps more skills. 0 r 
just skills they might have had before but maybe they didn't have 
enough experience for kids so they become second nature. Just to give 
them a stronger base so that when they get into 5* grade, they're not 
strugghng as much. 

Opportunity and experience underlay Ms. Hoffs and the other teachers' construction of what the 
program provides these students. These teachers and the District artifacts define summer school as 
an opportunity rather than a necessity. The teachers' desires to at least maintain the students 
academic skills in a caring and low stress environment plays a critical role in shaping the dialogic 
relationships that exist between themselves, the students, and the program itself. The teachers 
oriented their expectations of their students in such a way that the students' needs drove the 
curriculum rather than meeting a specific performance standard, such as a cut score on a test. 

Student uncertainty 

Although the program's teachers had a vision as to what was to take place over the course of 
the summer, the students who entered summer school were unsure as to what they would 
experience. Below, T eii's comments reflect this apprehension. 

Interviewer: Is this your first time in summer school? 

T eri: Y eah. 

I : Were you excited about coming? 
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T: Notreally... 

I: Why not? 

T : Because I didn't think it was going to be fun. . . 

I : What did you think was going to happen? 

T : Like we'd have to work really hard. 

I: Okay... What do you think you were going to learn this summer? 

T : Like, stuff to help me read and do math. 

I : What did your mom and dad tell you about summer school? (N ote 1 5) 

T : That it was going to be fun. 

By initially defining the summer program as place where she would work "really hard," T eri assumed 
that summer school would mirror her previous experiences of schoohng. Whether or not high- 
stakes are in play. Teii's expectations mirror what most students think when they are told that they 
have to attend summer school. 

The program 

The participants' statements and District documents authored the summer school student through 
the idea of improving a student's reading and math skills. This emphasis on improvement also 
appears in how these teachers define a successful summer program, which provides additional 
insight in how the authoritarian stakeholders in the program frame their expected responses from 
the students. For example, Ms. Colhn's defines a successful program similarly to Ms. Hoff's 
objective to improve the students' reading skills. She states: 

If we end the summer with. . . close to the same amount of kids that started. 

I think that wiU be a huge success. Hmm. . . (PAUSE ) If they can talk about 
and demonstrate some of the strategies that we've been working on. My big 
goal is for them to read cover to cover while constantly guestioning what they 
read. If they're asking lots of guestions when they read. . . If they each have a 
hbraiy card. (Ms. CoUins, initial interview) 

Ms. Collin's goals for her students were tangible within the time span of the program. Her 
intentions were to provide these students with the skills that successful readers possess— being an 
avid reader, using multiple strategies to make meaning or decode words, etc (Fountas & Pinnell, 
1996). Ms. Collin's, her colleague's, and the program's goals created relationships with the students 
that deemphasize achieving a single goal or test score while encouraging these students to develop 
multiple academic and social skills. Helping students build academic skills rather than attempting to 
'fix' the students academic or social behaviors frame the teacher's dialogic relationship with the 
student in a different light. 

The curriculum 

The teachers, parents, and students interacted with the program's curriculum. In many ways, 
the teacher-implemented curriculum answered what the summer program's expectations were for 
the students and parents. Furthermore, the curriculum provided the students with an understanding 
as to what their teachers and the summer program would expect of them. 
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Although the curriculum played a large role with the interactions that took place in the 
school the D istrict did not design the summer program with a standardized curriculum or curricular 
method in mind (e.g. Direct Instruction (Engelmann & Osborn, 1999)). Additionally, the District 
did not provide the teachers with specific goals or targets to reach. The District subject area 
coordinators made curriculum suggestions and provided support to the teachers through meetings 
and providing subject specific materials. For example, the math teachers were part of a grant with 
the local university where they worked with a District math coordinator and university professors in 
developing instructional practices that fostered the understanding of math concepts rather than fact 
based knowledge-using instructional models such as cognitively guided instruction (Carpenter & 
Fennema, 1999). The summer school math teachers from both sites met weekly and discussed what 
content they thought vital to teach to their students. The literacy teachers met sporadically with a 
literacy resource person from the D istrict and planned instruction at their respective sites rather than 
as a team. The literacy teachers were asked to use what the District administrators defined as a 
balanced literacy approach and to emphasize the use of non-fiction texts in their instruction. 

The absence of clear curricular reguirements is seen in the statements of Ms. Hoff. 

Interviewer: What were you told were the goals for the summer program and the kids? 

Ms. Hoff: I think in the summer, it's done a little differently than during the school 

year. It's definitely more laid back in the sense that we're not really given clear 
expectations of... "This is what you had to do in your classroom. This is what it 
should look like." We set it up to look like and to work with something we were 
comfortable with. The primary expectation that I got was the fact that these kids 
need to read. They need to have an opportunity to read during the day. They need 
to be able to strengthen their skills, (initial interview) 

The script by which the teachers interacted with their students depended upon their professional 
judgment. This emphasis of their instruction was on providing the students with opportunity to use 
and maintain the sldlls they already possessed (Ms. Klein makes similar comments when discussing 
the math expectations). For example, in the languages arts program, reading instruction and book 
selection focused on the students' abilities as determined by a Basic Reading Inventory (Johns, 
1997). Thus, how the various students were addressed by the curriculum depended upon the 
teacher's professional knowledge of math or literacy development and how that teacher approached 
using this knowledge with her students. This variation provided the students with the opportunity 
to answer the teacher- generated curriculum in a multitude of ways, and since the teachers themselves 
decided upon the curricular outcomes, this experience provided the students with a more 
individuahzed experience. 

When discussing curriculum opportunities, Ms. Klein argues that no one curriculum would 
work for such a program. 

Ms. Klein: I think more than anything we know that there is no curriculum that really does a 

good job for this kind of thing. N o one curriculum. (Final interview) 

Thus, the interactions that took place in the classroom between the student and the teacher not only 
varied due to the teacher's personality but also through the varied curricular experiences the children 
received. The authoring of the student was not only dependent upon the individuals involved with 
the program, but also with the classrooms instruction^ materials and practices. The absence of 
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specific curricular goals or a teacher- scripted curriculum provided an opportunity for the teachers to 
frame their interactions with students themselves rather than as the result of District or state 
policymakers' demands. 

This program centered on providing individualized learning experiences that offered 
students the opportunity to maintain and even enhance their literacy and math skids. The summer 
school students interacted with these teachers' expectations, the curriculum, and their famdies 
various discourses, ad of which generated various experiences and understandings as to what it 
means to be a student in this summer school program. Teachers and students addressed and 
answered each other in academic relationships that centered on their personal needs rather than an 
outside authority's wants or demands. The teacher's framing of the students was based on personal 
relationships and personal interests more so than on outside constructs of what it means to be a 
fifth grade student. However, the teachers did implement a curriculum that they thought was 
necessaiy for students to be successful in the fifth grade. The discussions in the next section outline 
whether the teachers thought this approach was successful in preparing these students for the next 
grade level. 


The program effects 


At the end of this summer school program, the majority of the program participants felt a 
sense of rehef and accomphshment. In particular, students saw themselves as being ready for the 
next grade level, and the teachers stated that students were better prepared for the upcoming year. 
For example, Ms. Collins, a former fifth grade teacher, saw the students as prepared for the next 
grade level. 


Interviewer: 
Ms. Colhns: 
I: 

Ms.C: 

I: 

Ms.C: 


How do you think these guys are ready for 5* grade? 

(PAUSE ) Hmm. . . I think. . . (PAUSE ) I think they'll be fine for 5“^ grade. 
Can you think of any way they're not prepared for 5**^ grade? 

No . I think they're really eager, all of them. 

Y ou're a 5**^ grade teacher so . . . 

Right, right. I think they're really eager. I think they'U do well. 


Ms. Hoff discussed the children's future in the context of the overall program and saw the 
students as being better prepared for next year. 


Ms. Hoff: I think all the kids made improvements in different areas. They read more 

material, built some new strategies for reading and I think will be stronger going into 
next year than if they had not done this program. (Ms. Hoff, post interview) 


Ms. Hoff believed the students are more prepared for the next grade, and all of the teachers believed 
that without the summer program the students would not be as prepared for the 5“^ grade. 

The guantitative data that measured student achievement is suspect due to the large number 
of absences and a failure to have pre and post data for several students. The student's BRI scores 
exemplify this problem. For the students whom attended the program for 20 or more days (n=34), 
22 students have pre and post test BRI scores. For 13 students there is not data because they 
attended the program for 19 or fewer days. Of the 22 students who did attend a majority of the 
program, 

• 12 students increased their score by one grade level 

• 9 students stayed at the same grade level 
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• 1 student dropped a grade level (see T able 1 for details) 


Tablel 

Basic Reading Inventory Scores 


Student 

North or 
South Side 

# of days in 
attendance 

Pre-program 
BRI level 

Post program 
BRI level 

1 

South 

24 

5* 

6 

2 

South 

23 


3 

3 

South 

27 

5 

6 

4 

South 

23 

- 

- 

5 

South 

22 

5 

6 

Teii 

South 

28 

4 

5 

7 

South 

27 

4 

4 

8 

South 

28 

2 

2 

9 

South 

27 

3 

4 

Steven 

South 

27 

5 

5 

11 

South 

27 

3 

3 

12 

South 

17 

3 

4 

13 

South 

25 

4 

5 

14 

North 

29 

6 

6 

15 

North 

27 

5 

6 

16 

North 

9 

- 

- 

17 

North 

6 

- 

- 

18 

North 

14 

- 

- 

19 

North 

18 

- 

6 

20 

North 

2 

- 

- 

21 

North 

18 

6 

6 

22 

North 

21 

3 

4 

23 

North 

26 

3 

4 

24 

North 

13 

- 

- 

25 

North 

23 

5 

5 

26 

North 

12 

- 

- 

27 

North 

28 

- 

4 

28 

North 

28 

4 

3 

29 

North 

29 

6 

6 

30 

North 

20 

- 

- 

31 

North 

21 

- 

6 

32 

North 

15 

- 

- 

33 

North 

28 

4 

4 

34 

North 

8 

- 

- 

35 

North 

4 

- 

- 

36 

North 

27 

- 

4 

37 

North 

27 

- 

6 

38 

North 

29 

4 

5 

39 

North 

21 

- 

3 

40 

North 

22 

- 

- 

41 

North 

10 

- 

- 

42 

North 

28 

3 

4 

43 

North 

27 

4 

4 

44 

North 

29 

- 

5 

45 

North 

23 

- 

4 

46 

North 

23 

3 

4 

47 

North 

23 

4 

- 


*According to Johns (1997), these numbers represent the grade level at which the student is reading. 
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Turning to the comments of students who did attend the program, one finds that those who 
participated in the summer program found the program to be worthwhile. For example, the two 
focal children felt that they gained skills in reading and math that would prepare them for the fifth 
grade. 


T eri: Y eah. I know. . . I learned some new stuff about reading. . . 

Interviewer: Like... 

T : Like. . . to think about every paragraph. T o stop and think after a paragraph. 

I : What about math? What did you learn in math? 

T : I learned some tricks for plus nines. 

Ten gained academic skills that made her feel more confident in math and reading, and she felt that 
this knowledge would make her more successful as a student. 

Additionally, for Steven, he saw his time in the program as being fun and productive rather 
than sitting at home watching TV, which he found to be boring. 


Interviewer: 

Steven: 

I: 

S: 

I: 

S: 

I: 

S: 

I: 

S: 

I: 

S: 


So what was summer school hke for you this year? 

Fun. 

Why was it fun? 

It's boring at my house. 

It's boring at your house so you'd rather be here? 

Yes. 

If you were at home, what would you be doing? 

Watching TV. 

And you'd rather be in school? 

Yes. 

So what do you think. . . So you like coming to school because it's fun. . . 
Why is it fun? 

I like having work. 


In regards to all the student participants, half of those who responded to the end of the 
program surveys (n=30; 20 North side (N), 10 South side (S)) rated the experience as either great or 
good (Note 16). 

• 6 or 20% (5 N, 1 S) thought it was great 

• 12 or 40% (10 N, 2 S) thought it was good 

• 9 or 30% (4 N, 5 S) thought it was fair 

• 1 or 3% (1 S) thought it was bad 

• 2 or 6% (1 N, 1 S) thought is was horrible. 

From the parent's perspective, the program was beneficial. For example, T eri's mother felt 
that T eri was prepared for reading but not sure about math. 

Interviewer: N ow that summer school is almost over, how do you think she's ready for 5* grade? 
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T eii's Mom: She seems to be, I mean, with the reading for sure. But hke I said, with 

the math, I still don't know. 


T eri's mother did not know where her daughter's math skills were because of the lack of contact 
between the school and the parents. She knew about T eri's hteracy experience because she picked 
T eri up from school eveiy day, which provided her with the opportunity to talk with Ms. Collins and 
Ms. Hoff on a regular basis. 

What's interesting about this is that the parents understanding of their children's experiences 
in summer school came solely from their interactions with their children. Parents did not receive 
notes, report cards, or updates on their students' progress over the course of the summer. Y et, out 
of those 11 who sent back a survey, all 11 parents (100%) stated that if they had another child in 4th 
grade that was invited to participate in the program that they would let that child go. Additionally, a 
majority of the parents felt that their children gained skills and confidence in the academic subjects 
the program covered. For example, eight of the parents (73%) beheved that their children became 
better readers. However, only 5 of the parents (45%) beheved that their children became better at 
math. Thus, these famihes' judgments about the program were made solely through what their 
children told them, and whatever information was shared was evidently enough to convince them 
that the overah program was worthwhile. 

This student support of the program is exemplified in T eri's comments. 


Interviewer: 

Teri: 

I: 

T: 

I: 

T: 

I: 

T: 


0 kay. If you were going to describe summer school to one of your 
friends, what would you say? 

It was fun and. . . I learned a lot. . . I don't know. 

Was it easy? 

Sort of. 

Sort of. It wasn't too hard? 

No. 

Was the school year harder for you than summer school or was it about the same? 
About the same. 


For T eri, the program was similar in difficulty to the regular school year experience, and she felt that 
she learned guite a bit in her experiences during the summer. Thus, rather than entering the fifth 
grade unsure about her skills or preparedness, T eri, as well as her mother, felt she would have a 
successful year. 

Steven's comments echo this sentiment 

Interviewer: D o you feel hke you're ready for the 5* grade? 

Steven: Y es. 

C : H 0 w are you ready? 

S: I don't know. Hmm... I'm good at math and stuff. 

C : Do you think you're ready for 5* grade math? 

S: Yes. 

Rather than seeing themselves as students on the brink of failure, these students felt that they were 
ready for the next level of schooling. Although Steven and T eri felt prepared for the next level, this 
does not mean that ah the students would submit themselves to this experience again. In fact, in the 
end of the program survey the children were asked if they were given the choice to go to summer 
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school again, what would they choose. Six or 20% (2 N, 4 S) would choose to go again, and twenty- 
two children or 73% (17 N, 5 S) would choose not to go again. 

In examining how these various discourses speak to each other and across each other, one 
immediately recognizes that there is a consistent dialogue of overall success for those who 
participated in the program provided the students with the opportunity to develop a positive self- 
image as a student. However, the issue of attendance causes (see Note 13) one to guestion whether 
these positive self-constructions would exist if all students who were asked to attend participated in 
the program— an issue of internal vahdity. Their absence might be a statement of failure or simple a 
lack of interest in the program. For those students who did choose to participate and stay in the 
program, there was an underlying theme of success within their personal constructions of 
themselves as students. 


Discussion 

The construction of the summer school student is the interaction of multiple discourses, e.g. 
the teachers, families, etc. The student's authoring of herself as a student reflects this multiphcity of 
other's words. Thereby, examining the data above provides insight about the complexity that exists 
in attempting to identify the effects of a summer school program on the student's construction of 
one's self as a learner. However, the absence of those who chose not to participate speaks just as 
loudly as those who were present for the program. Additionally, according to Bakhtin, "Life by its 
veiy nature is dialogic," and this construction of existence points to the importance of how the 
participants' utterance spoke to each other and across various themes (Balditin, 1984, p. 293). 
Recognizing the influence of these interactions between the participants sheds hght on the influence 
of such exchanges on the opportunities for student's to author themselves as learners. 

From the beginning, the purpose of this program was guite different from a high-stakes 
standards-based accountability summer school program. Teacher recommendations and 
student/ family participation determined student enrollment. Conseguences were not a part of the 
eguation, and a single test score or other criteria did not affect student entry. Prescribed curricula 
were not a part of the program. Promotion to the fifth grade was not an issue, and thus, the general 
framework in which these dialogic interactions took place illuminates the transition from a 
'traditional' summer intervention program to a 'high-stakes' intervention program. The teachers and 
program administrators' utterances created an authorial discourse that centered on support rather 
than preventing failure. Students were not preoccupied with whether or not they would enter the 
fifth grade, which provided them with the opportunity to focus their summer experience on 
improving their own skills and learning. 

However, to state that the program's emphasis on opportunity provided students with an 
environment in which they could develop their academic skills and gain confidence in their abihties 
underestimates the complexity of the dialogic interactions that exist within the authoring process. 
The data support the argument that the program was successful in providing students with the 
opportunity to develop in a positive manner. How positive this opportunity was depends on the 
students. For T eri and Steven, they felt that they were successful in the program, and they felt 
prepared for the next grade level. For those who chose not to participate in or left the program, 
their level of success was not as high those who chose to continue to participate in the program. 
Possibly, those students who decided not to participate felt that they were already prepared for the 
5* grade. Nonetheless, the absence of high-stakes and program emphasis on support and skill 
building created a schoohng environment that offered students the opportunity to develop 
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themselves as students in various dialogic relationships that supported their growth in terms of 
where they were as learners rather than in response to a particular cut score or other performance 
standard. 


Implications 

T 0 begin, this program demonstrates that when the learning environment within schools 
centers on opportunity rather than the prevention of failure, all members of the community still 
work towards the same goals. Additiondly, this summer program vahdates that spaces can exist for 
the strugghng student to develop her skills in order to be more successful in schoohng (Note 17). 
However, as this program demonstrates, such spaces typically exist outside the confines of the high- 
stakes accountability movement. Nonetheless, diere are several lessons that can be learned from this 
'low-stakes' summer program. 

Authoritarian discourses, anticipated responses, and dialogic positioning affect students' 
perceptions of themselves as learners. Pohcymakers, schools, administrators, and teachers must 
consider how the pohcies and programs they create alter the complex dialogic relationships of 
schooling. Any type of stake shapes the opportunities for the student and her/his family, 
classmates, and teachers. Although this study represents a small sample of students who attended a 
particular summer school program, it demonstrates the power of and complexity in defining 
performance. Thus, high-stakes pohcies must expand their definition of success and recognize that 
for students, parents, and teachers school success is more than meeting a specific performance 
criterion. Steven's defining a good student as one who behaves weh in class exemphfies this point. 
Additionahy, Steven's example highhghts how students are cognizant of their strengths and 
weaknesses in schoohng. The prescriptive nature of high-stakes accountabihty pohcies create a 
situation where success is defined by a single or limited set of criteria. This restricted definition of 
success creates a dialogic relationship for the student that stifles the possibility for that student to 
author his/ her learning experiences as being positive. The possibility to create opportunity for 
change is overridden by a "catch-up" mentahty in order to ensure promotion. 

The data above also highhght the importance for the various levels of pubhc schoohng to 
recognize their role in authoring the student. Whether stakes are high or low students and families 
internalize, as weh as, react to the discourses that address them vdien they enter a school. High- 
stakes pohcies center around success and failure, but even a low-stake' environment creates a 
dialogic relationship that affects the student How schools, administrators, and teachers interact 
with their student population plays a significant role in how students author themselves as learners, 
and stakeholders need to remember the importance of these interactions when implementing 
pohcies that directly affect students and their families. 

Finahy, within K-12 schoohng, there will always be stakes that determine whether a student 
should attend summer school. The symbohc power (Ellwein, 1987; Ellwein & G lass, 1989) and the 
spectacle (Edelman, 1985; Edelman, 1988; Smith, Miller- Kahn, Heinecke, & Jarvis, 2004) that such 
pohcies create ensure their position in the landscape of education reform (e.g. the New York City 
Pubhc Schools recent implementation of a 3"^ grade promotion policy). Additionally, the recent shift 
in government towards a neo-hberaV managerial role in education which provides supplemental 
education services outside of the school (e.g. No Child Left Behind Ad) causes one to question 
whether intervention programs such as the one I observed can exist in the current education reform 
landscape (Clarke & Newman, 1994; Apple, 2001) (Note 18). 
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Nevertheless, how states, districts, or individual schools set those stakes plays a key factor in 
framing the dialogic relationships that exists between the program and the student and her family. 
The more prescriptive and authoritarian the system, the less likely the student will be able to escape 
the notion of failure from her authoring of herself as a student. This idea of failure embedded in 
high-stakes policies creates a more difficult task for school personnel and famihes to assist students 
in constructing themselves as successful learners. Therefore, systems of accountability should base 
their decisions on several criteria rather than a single indicator (e.g., Heubert & Hauser, 1999; Baker, 
Linn, Herman, & Koretz, 2002; Linn 2003) (Note 19). 

Although ehminating the construct of failure from schooling is nearly impossible, education 
policymakers must consider whether this is truly an issue of systemic failure (e.g. Berhner & Biddle, 
1995; Bracey, 2002), and if so, they should consider placing this failure construct on multiple actors, 
including their own selves, administrators, teachers, and the curriculum rather than on the individual 
student. Such a positioning frames programs such as summer school in a veiy different light, 
creating an environment where the intervention becomes as a different type of instruction rather 
than a form of punishment. 


Notes 

1 See http:/ / www.cps.edu/ Promotion.html for an example of the district's promotion policies. 

2 Researchers (including the researchers at the Consortium on Chicago School Research) have 
consistently found that retention offers no positive effects for the retained students. In fact, 
retention t^ically results in lower achievement and higher dropout rates for retained students in 
comparison to their peers (see Holmes & Matthews, 1984; Labaree, 1984; Shepard & Smith, 1986; 
Holmes, 1989; Meisels, 1992; Reynolds, 1992; Rumberger, 1995; Reynolds & Temple, 1997; McCoy 
& Reynolds, 1999; Zill, 1999; Alexander, Entwisle, & Kabbani 2000; Graue & DiPema, 2000). For 
example, using data from the National Education Longitudinal Study of 1988, Rumberger (1995) 
found that at the individual level retention is the single most powerful predictor of student drop out. 
Retained students were four times more likely to drop out, even after Rumberger controlled for 
student background and school measures. 

3 According to the Chicago Pubhc Schools' pohcy, a student's score on the ITBS determines 
whether si he is promoted to the next grade level in grades 3, 6, and 8. 

4 Less than 60 percent of retained third and sixth graders in 1998 and 1999 were able to raise their 
test scores to the promotional cutoff (Nagaoka & Roderick, 2004). For many students, this is the 
fourth time they have taken the grade-level test— 2 times during the school year and 2 times during 
the summer (Roderick et al., 2000, p. 10). 

5 Agencies, such as the U. S. Department of Education (1999), researchers such as Reynolds and 
Temple (1997), Darhng- Hammond (1998), and McCoy and Reynolds (1999) and professional 
organizations such as Phi Delta Kappa (McCay, 2001) recognize the dilemmas states and school 
districts face with this issue of social promotion. These organizations and authors recommend that 
states and school districts consider such measures as strengthening learning opportunities in the 
classroom (e.g., tutors, well-trained teachers, reduced class size), providing intervention services at 
early age (e.g., comprehensive early childhood programs) extending the amount of learning time 
(e.g., after-school, summer school, and year-round schoohng), and holding schools accountable for 
performance (e.g., rewards and sanctions) (Reynolds & Temple, 1997; Darhng- Hammond, 1998; 
McCoy & Reynolds, 1999; U. S. Dept of Education, 1999; McCay, 2001). 
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6 All references used to identify individuals or institutions are pseudonyms. 

7 This study specifically centered on the fourth grade program, which was a half-day program that 
lasted for six weeks. 

8 All students in grades 4, 8, and 10 in the state of Wisconsin are to take the Wisconsin Knowledge 
and Concepts Exam (WKCE ). There are four levels of performance on the WKCE : minimal, basic, 
proficient, and advanced. 

9 These criteria were sent to the principals of the District's Title 1 elementary schools from the 
director of teaching and learning and the math and language arts coordinators. 

10 Throughout my discussion of Bakhtinian theory and the student's self-construction in the 
dialogic process, I am not using Bakhtinian theory to untangle the psychological process of identify 
formulation. Rather, my emphasis is on the opportunities that are created in the dialogic process for 
the student to view one's self as a successful learner. Thus, if the opportunities for the student exist 
to identify her/ his self as a successful learner, what happens? The psychological process of identity 
formulation is beyond the scope of my work, but there are theorists, such as Wertsch (1991), who 
link Bakhtinian theory to the psychological process (e.g. Wertsch connects Bakhtinian theory with 
Vygotsky's (e.g., 1978) work). 

11 As Bakhtin (1984) notes, words can clothe the individual: ". . . the clothing of language, a new 
mode for wearing one's one body, one's embodiment" (p. 291). 

12 All surveys, interviews, and student writing activities were voluntary, and therefore, not all 
student and their families participated. Additionally, only students who participated in the language 
arts program and their famihes were surveyed. See Appendix 2 for copies of the surveys. 

13 The attrition of students throughout the program was a major issue for the school district. For 
example, only forty-seven of the original sixty-two students who signed up for the program attended 
summer school. Of the forty-seven students who did attend, only thirty-four students attended the 
program for twenty or more days. 

14 AU three teachers were hcensed by the state of Wisconsin to teach at the elementary school level. 

15 At the time that I asked this question, I knew that T eri lived in a home with a mother and father. 

16 Due to the small response size, I am not making any claims for statistical significance with these 
responses, and because the program's retention rates were poor, I recognized that the survey data is 
biased. However, the data provides support to the comments and statements made by the 
individuals interviewed for this study. 

17 My findings provide further quahtative support to the work of Cooper et al. (2000). 

18 Additionally, are such intervention programs dependent upon the dire consequences these 
pohcies create in order to receive funding? 

19 I want to thank Bernardo Hoes, Beth Graue, Denise Oen, Robin Fox, and Lucinda Heimer for 
their comments and suggestions to improve the various drafts of this article. 



Brown: Staking out the successful student 


18 


References 

Alexander, K . L., Entwisle, D . R., & Kabbani, N. (2000). G rade retention, social 
promotion, and 'third way' alternatives. TheCE 1C Rwiew, 9, 18-19. 

Retrieved March 23, 2004, from 

http:/ / www.edrs.com/ Webstore/ D ownload2.cfm?ID =470459 

Alexander, K. L., Entwisle, D . R., & Olson, L. S. (2001). Schools, achievement, and 
inequahty: A seasonal perspective. E ducation, E valuation, & Policy A nalysis, 23 
171-191. 

Allensworth, E . (2004). E nding sodal promotion: D ropout rates in C hicago after 

implemmtation of the a^th- grade promotion gate. Chicago, IL : Consortium of 

Chicago School Research. Retrieved April 11, 

2004, from http:/ / www.consortium-chicago.org/ pubhcations/ pdfs/ p69.pdf 

Apple, M. W. (2001). E ducatingthe "Ri^t" way: M arkets, standards, G od, and 
ineguity. New York: RoutledgeEalmer. 

Baker, E. L., Linn, R. L., Herman, J. L., & Koretz, D (2002, Winter). Standards for educational 
accountability systems. (CRE SST, Policy Brief No. 5). Retrieved N ovember 1, 2003, from 
http:/ / cresst96.cse.ucla.edu/ products/ newsletters/ polbrf54.pdf. 

Bakhtin, M. M. (1981). The dialogic imagination: E our essays by M.M. Bakhtin. (C. 

Emerson & M. Holquist, Eds.), (M. Holquist, Trans.). Austin: University of Texas Press. 

Bakhtin, M. M. (1984). Problems of D oestoa^sky's podics. (C. Emerson, Ed.), (C. 

Emerson, Trans.). Minneapohs: University of Minnesota Press. 

Bakhtin, M. M. (1986). Speech genres and other late essays. (C. Emerson & M. Holcjuist, Eds.). (V. W. 
McGee, Trans.). University of Texas Press Slavic Series, no. 8. Austin, TX: University 
of T exas Press. 

Bakhtin, M. M. (1990). A rt and answerability. (M. Holcjuist & V. Liapunov, Eds.). (V. 

Liapunov, T rans.). (K . Brostrom, Supplement T rans.). University of T exas Press Slavic 

Series, no. 9. Austin, TX : University of T exas Press. 

Bakhtin, M. M. (1993). T oward a philosophy of the act. (M. Holquist & V. Liapunov, 

Eds). (V. Liapunov, Trans.). University of T exas Press Slavic Series, no. 10. 

Austin, TX : University of T exas Press. 

Berhner, D . C., & Biddle, B. J. (1995). The manufactured crisis: Myths, fraud, and 

the attack on A merica's public schools. Reading, MA: Addison-Wesley Pubhshing Company. 

Bracey, G . W. (2002). W ar against A merica's public schools. Privatizing schools, 
oommerdalizing education. Boston: Allyn and Bacon. 



Education PolicyA nalysis A rdiives V ol. 13 No. 14 


19 


Carpenter, T. P., & Fennema, E . (1999). C hildren's M athematics : C ognitively guided instruction. 

Portsmouth, NH: Heinemann. 

Clarke,], & Newman,]. (1994). The managerial state: Power, politics, and ideology in 
the remaking of social welfare. Thousand 0 aks, CA: SAGE Pubhcations. 

Cooper H., Charlton K., Valentine]. C., & Muhlenbruck, L. (2000). Making the most of 
summer school: A meta-andytic and narrative review. M onographs of the 
Sodety for Research in Child D wdopment, 65. 

Darhng-Hammond, L. (1998). Alternatives to grade retention. The 
School A dministrator, 55, 18-21. 

E delman, M. (1985). T he symbolic use of politics. Urbana, Ilhnois: University of Illinois 
Press. 

E delman, M. (1988). C onstruding the political spedade. Chicago: University of Chicago Press. 

Ellwein, M. C. (1987). Standards of competence: A multi-site case study of school 
reform. U MI Dissedation Services. (UMI No. 8716249). 

Ellwein, M. C., & G lass, G . V. (1989). Ending social promotion in Waterford: 

Appearances and reahty. In L. S. Shepard & M. L. Smith, (Eds.). Flunking 
grades: research and polides on retention (pp. 151-173). New York: Palmer 
Press. 

Engelmann, S., & Osborn,]. (1999). L anguage for learning. Columbus, OH: SRA/ McGraw-Hill. 

Fountas, I. C., & Pinnell, G . S. (1996). G uided reading: G ood first teachingfor all 
children. Portsmouth, NH: Heinemann. 

G raue, M. E & Walsh, D . ]. (1998). Studying children in context: Theories, methods, 
and dhics. Thousand 0 aks, CA: SAG E Pubhcations. 

G raue, M. E ., & D iPema, ]. C. (2000). The gift of time: Who gets redshirted and 

retained and what are the outcomes? A merican E ducational R esearch ] oumal, 3 7 , 509- 534. 

Heubert, ]. P., & Hauser, R. M. (Eds.) (1999). H i^ stakes: T estingfor tracking; 
promotion, and graduation. Washington, DC: National Academy Press. 

Holmes, C. T., (1989). Grade level retention effects: A meta- analysis of research studies. 

In L. S. Shepard & M. L. Smith (Eds.) Flunking grades: research and polides on 
Retention (pp. 16-33). New York: Palmer Press. 

Holmes, C. T., & Matthews, K. M. (1984). The effects of nonpromotion of elementary 

and junior high school pupils: A meta- analysis. Review of E ducational Research, 54, 225-236. 



Brown: Staking out the successful student 


20 


Holquist, M. (1990). D ialogism: Bakhtin and his world. New York: Routledge. 

Johns, J. L. (1997). Basicreadinginventory: preprimer throu^ gradetwelve& early literacy assessments. 
Dubucjne, Iowa : Kendall/ Hunt Publishing. 

Labaree, D . F. (1984). Setting the standard: Alternative pohcies for student promotion. 

Harvard Educational Review, 54 (1), 67-87. 

Linn, R. L. (2003). Accountabihty: Responsibility and reasonable expectations. 

McCay, E. (Ed.) (2001). M oving heyond retention and sodal promotion. Bloomington, 

IN : Phi D elta K appa International. 

McCoy, A. R., & Reynolds, A. J. (1999). Grade retention and school performance: An 
extended investigation. Journal of School Psychology, 37, 273-298. 

Meisels, S. J. (1992). D oing harm by doing good: Iatrogenic effects of early childhood 
enrollment and promotion pohcies. E arly Childhood Research Quarterly, 7, 155-74. 

Nagaoka, J., & Roderick, M. (2004). E nding Sodal Promotion: The etfeds of 

retention. Chicago, IL: Consortium of Chicago School Research. Retrieved 
April 11, 2004, from http:/ / www.consortium-chicago.org/ publications/ pdfs/ p70.pdf 

Popkewitz, T. S. (1998). Strug^ingfor the soul: The politics of schooling and the 
oonstrudion of the teacher. New Y ork: T eachers College Press. 

Reynolds, A. J. (1992). Grade retention and school adjustment: An explanatory analysis. E ducational 
E valuation and Policy A nalysis, 14, 101-121. 

Reynolds, A., & Temple, J. (1997, September 17). G rade retention doesn't work. Education Week. 
Retrieved March 25, 2004, from http:/ / www.edweek.org 

Reynolds. A.J., Temple, J.A, Robertson, D.L., Mann E.A. (2001). Long-term Effects of an Early 
Childhood Intervention on Educational Achievement and Juvenile Arrest: A 15 -year 

Follow-up of Low-Income Children in Pubhc Schools. Retrieved February 10, 2004, from 
htttp:/ / www.warsman.wisc.edu/ els/ cbaexecsum4.html 

Roderick, M., Bryk, A. S., Jacob, B. A., Easton, J. Q ., & Allensworth E . (1999). E nding 

sodal promotion: Results from the first two years. Consortium on Chicago School Research: 

Chicago, IL. 

Roderick, M., Nagaoka, J., Bacon, J., & Easton, J. Q. (2000). Update: E nding sodal 
promotion. Passing retention, and achievement trends among promoted and 
retained students, 1995-1999. Consortium on Chicago School Research: Chicago, IL. 

Rumberger, R. W. (1995). Dropping out of middle school: A multi-level analysis of 
students and school. A merican E ducational Research Journal, 32, 582-625. 



Education PolicyA nalysis A rdiives V ol. 13 No. 14 


21 


Shepard, L., & Smith, M. L. (1986). Synthesis of research on school readiness and 
kindergarten retention. E durational L eadership, 44, 78-86. 

Smith, M. L., MUler-Kahn L., Heinecke, W., & Jarvis, P. F. (2004). Political spectade 
and the fate of A meriran schools. New Y ork: RoutledgeFalmer. 

Stauss, L. S. (1996). Q ualitative analysis for sodal sdentists. Cambridge MA: 

Cambridge University Press. 

United States D epartment of E ducation (1999). T aking responsibility for ending 
sodal promotion. Washington, D . C.: U. S. D epartment of Education. 

United States D epartment of Education, (2002). N o child left behind: Reauthorization of 
the E lementary and Secondary E duration A d. D epartment of Education: 
http:/ / www.ed.gov/ offices/ 0 E SE/ esea/ index.html. 

Vygotsky, L. S. (1978). M ind in sodety: The decrdopment of hi^er psychologiral 

processes. (M. Cole, V. John- Steiner, S. Scribner, & E. Souberman, Eds.). 

Cambridge, MA: Harvard University Press. 

Wertsch, J. V. (1991). V oices of the mind: A sodocultural approach to mediated adion. Cambridge 

MA: Harvard University Press. 

Wolcott, H. F. (1994). T ransforming gualitative data: description, analysis, and interprdation. 
Thousand 0 aks, CA: SAGE Publications. 

Zill, N. (1999). Promoting educational eguity and excellence in kindergarten. In R. C. 

Piantaand M. J. Cox (Eds.) The transition to kindergaden (pp. 67-105). Baltimore: Paul 

Brookes Publishing Co. 


About the Author 

Christopher Brown 

The University of T exas at Austin 

D epartment of Curriculum and Instruction 

1 University Station D 5700 

Austin, TX 78712-0379 

Office: (512) 232-2288 

Email: cpbrown@ mail.utexas.edu 

Christopher Brown is an assistant professor of Curriculum and Instruction at The University of 
T exas at Austin. His recently conducted a study that used Bakhtinian theory to examine the 
formulation and implementation of Wisconsin's N o Sodal Promotion statutes as a case study of 
standards-based accountability. His research interests include the intersection of education pohcy, 
curriculum, and instruction, standards-based accountability and assessment, early childhood 
education, and elementary education. 



Brown: Staking out the successful student 


22 


Appendix 1 

<D ate> 

D ear Parent: 

There are still nine weeks left in the 2001-2002 school year and we are continuing to work veiy hard 
with your child to help him/ her make the gains necessary for success in the 5* grade. However, if 
we are not able to help your child make these gains by the end of the school year, your child will 
have the opportunity to participate in an exciting learning opportunity this summer. We want you to 
know about this opportunity now so you can make summer plans for your child. 

The District will have a six- week program for students at our school who completing the 4* grade 
need additional instruction in mathematics or reading to be more successful in 5* grade. The 
[program's name in bold typeface] will be June 17-July 26, 8:00 -12:15 p. m. In the [program's 
name] your child will work with a teacher on improving either mathematics or reading or both. If 
your child needs instruction in only one of those classes, si he will also be able to take one of the 
[program's name] enrichment summer school classes. 

The [program's name in bold face type] is provided at no charge. Transportation to and from the 
[program's name in bold face type] dso will be provided at no cost to you. All you need to do is fill 
out the attached form to tell us that you are interested in your child participating in the [program's 
name in bold face type] and then, if we are able to enroU your child, make sure your child attends 
eveiy day. 

I hope that you will arrange your summer plans so that your child can enroll in the [program's name 
in bold face type] if he or she is eligible. I think the [program's name] offers a wonderful 
opportunity for your child to get the extra instruction he or she needs. Y our child's teacher or 
another staff person from (name of school) will call you soon to talk with you about the [program's 
name in bold face type]. If you have any other guestions, please call me. 

Sincerely, 


School Principal 
Phone Number: 
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Appendix 2 

Student pre- [program's name] Survey 

Circle the word or number that best answers the question: 

1. Are you a (circle one)? Boy Girl 

2. How old are you? 7 8 9 10 11 12 


3. At which school did you attend fourth grade? 


4. H ave you ever repeated a grade before? Y es No If yes, which one? 


5. How many brothers and sisters do you have all together? 0123456789 


6 Are any of your brothers or sisters in summer school? Yes No If yes, How many? 


7. D uring the school year, where did you go after school? (circle the one you did most) 
childcare came home after school program went to a friend's house stayed w/ a relative 


8. D uring the school year, how many hours a day did you read (not including school)? 
0 less than 1 1 2 3 4 5 6 


9. D uring the school year, how many hours a day did you watch TV or play video games? 
0 less than 1 1 2 3 4 5 6 


10. How many hours a day did you spend doing homework in the 4th grade? 

0 less than 1 1 2 3 4 5 6 


11.0 utside of school, whom do you usually play with (circle one)? Alone A friend A relative 


12. What was your favorite part of 4th grade? (circle one) 

Reading Math Social Studies Science Music Art P.E. Lunch Computers Recess 


13. What is your least favorite part of 4th grade? (circle one) 

Reading Math Social Studies Science Music Art P.E. Lunch Computers Recess 


14. My 4th grade teacher was (circle all that apply) 

Helpful Caring Smart Strict Eun Boring Hard to understand 


1 5. 1 got along with my 4th grade teacher this year. (Circle one) Y es No 


16. Rate your work in the 4th grade. It was . . . (circle one) 

Horrible Poor Okay Pretty good The best 


17. When I do my homework, I usually (circle one) 
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do a good job do a bad job get confused forget to do it need someone to help me 


18. When I take a test, I usually (circle one) 

do a good job do an okay job do a bad job get confused cheat on the test 


19. 1 feel that I am ready to go to the 5th grade (circle one) 

Yes No Not sure 

20. Who first told you that you had to go to summer school?(circle one) Parent 

Teacher 

21 . Is this your first time in summer school? Y es 

No 


22. D 0 you want to be in summer school? (circle one) 

Yes 

No 

23. I am going to summer school because . . . (circle all that apply) 

I want to go My parents want me to go My teacher wants me to go 

I want to take an enrichment course I don't know 

24. 1 need help in these subjects (circle all that apply). 

Reading Math Social Studies Science Art Music 

25. In summer school, I think I will (circle all that apply) 
Read Do Math Playgames Have homework 

T ake tests 

D 0 worksheets 

26. In summer school, I do not want to (circle all that apply) 

Read Do Math Playgames Have homework Take tests 

D 0 worksheets 


27. If I were not in summer school, I would be (circle one) 

At home with my family At a camp At child care With a relative With a friend 


Please write answers to these questions as best you can. (If you need more space, you can 
write on the back of the page.) 

1. Why are you in summer school? 


2. What do you hope to learn in summer school? 


3. How would you rank yourself as a student? (circle one) 

Horrible Poor Okay Pretty good The best 

• Why? 
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Student post [program's name] Survey 

Circle the word or number that best answers the question: 

1. Are you a (circle one)? Boy Girl 

2. How old are you? 7 8 9 10 11 12 


3. At which school did you attend fourth grade? 


4. H ave you ever repeated a grade before? Y es No If yes, which one? 


5. How many brothers and sisters do you have all together? 0 123456789 


6 Are any of your brothers or sisters in summer school? Yes No If yes, How many? 


7. D uring the summer, where did you go after school? (circle the one you did most) 
child care came home after school program went to a friend's house stayed w/ a relative 


8. D uring summer school, how many hours a day did you read (not including school)? 
0 lessthanl 1 2 3 4 5 6 


9. D uring the summer, how many hours a day did you watch TV or play video games? 
0 less than 1 1 2 3 4 5 6 


10. How many hours a day did you spend doing homework this summer? 

0 less than 1 1 2 3 4 5 6 


11.0 utside of school, who did you usually play with (circle one)? Alone A friend A relative 


12. Was this your first time in summer school? yes no 


13. Overall, how would you rate your summer school experience? (circle one) 

Great Good Fair Bad Horrible 


14. What was your favorite part of summer school? 

Reading Math Enrichment Class Recess 


15. What was your least favorite part of summer school? 

Reading Math Enrichment Class Recess 


16. My parents helped with summer school when I needed it (circle one) Y es No 


17. My summer school teacher was (circle all that apply) 

Helpful Caring Smart Strict Fun Boring Hard to understand 


18. 1 got along with my summer school teacher? (circle one) Y es 


No 
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19. Rate how you did your work in summer school. I did . . . (circle one) 

A really bad job A bad job An okay job A good job A great job 


20. My reading class this summer was . . . (circle one) 

Too easy Easy Just right Hard Too hard 


21. My math class this summer was . . . (circle one) 

Too easy Easy Just right Hard Too hard 


22. I feel that I still need help in these subjects (circle all that apply) 

Reading Math Social Studies ScienceArt Music 


23. If I had a choice to go to summer school again, I would choose (circle one): To go Not to go 


24. In summer school, I felt that I did a . . . (circle one) 

A great job A good job A fair job A bad job A really bad job 

Please write answers to these questions as best you can. (If you need more space, you can 
write on the back of the page.) 

1. What did you learn this summer? 


2. How would you rank yourself as a student? (circle one) 

Horrible Poor Okay Pretty good The best 

• Why? 


3. Make a hst of all the things that you liked about the summer school and a hst of all the things that 
you did not hke about summer school? 

Things I liked about the Academy Things I dishked about the Academy 
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Please answer the questions as best you can: 

1. How are you related to the child in your household who attended summer school? 


2. How old are you? 


3. Which school did your child attend fourth grade at last year? 


4. How many children are in your family? 


5 Are any of them besides the fourth grader attending summer school? Yes No How many? 


6. What did your child do after the summer school program each day? (circle one) 
child care came home day camp go to a friend's house stay with a relative 


7. Circle all the activities that you child participated in over the summer. 

watching TV/ playing video games team sports reading playing outside playing an instrument 


8. How often and for how long did your child participate in each activity? 
watching TV / playing video games team sports 

reading playing an instrument playing outside___ 


9. How often did just you and your child do something together? (circle one) 

Everyday Couple times per week Once per week Once per month Never 


10. How often do you and your child read together? (circle one) 

Everyday Couple times per week Once per week Once per month Never 


11. D oes your child usually play alone, with friends, or with family? 


12. Was this your child's first time in summer school? If not, after what grade level did he or 
attend it before? 


13. What was your child's favorite part of summer school? (circle one) 

Reading Math Enrichment Class Recess 


14. What was your child's least favorite part of summer school? (circle one) 

Reading Math Enrichment Class Recess 


15. How often was your child's summer school teacher in touch with you? (circle one) 
E veryday E ew times per week 0 nee per week 0 ne time T wo times N ever 


16. How often did you go to your child's class(es) over the summer? (circle one) 
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E veiyday F ew times per week 0 nee per week 0 ne time T wo times N ever 

17. D 0 you believe that you child learned to become a better reader because he/ she participated in 
the academy? yes no 


18. Do you beheve that you child became better in math because he/ she participated in the 
Academy? yes no 


1 9. D 0 you beheve that your child is ready to enter fifth grade? yes no 


20. Rate your child's hteracy teacher. 

Horrible Poor Average Good Excellent 


21. Rate your child's math teacher. 

Horrible Poor Average Good Excellent 


22. D 0 you beheve that the Intermediate Academy was well organized? yes no 


23. If you had another child in the fourth grade and he/ she were invited to participate in the 
summer reading academy would you let him/ her? yes no 


24. Overall, how would you rate your child's experience this summer? (circle one) 
poor fair somewhat worthwhile veiy worthwhile 


25. How many weeks out of the 6 did your child attend the academy? (Circle one) 

1 2 3 4 5 6 

Please write answers tp these questions as best you can. (Please feel free to write on the 
back of the sheet if necessary). 

1. What did your child learn in summer school this year? 


2. What grade would you give your child's summer school experience? 

Circle one (A being best and F worst): ABODE 
Why? 


3. How do you think summer school changed your child as a student? 


4. If you could change anything about the [District's name] summer reading program, what would it 
be and why? 
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